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INTRODUCTION

DESCRIPTION OF THE PROJECT

The Expanded Prekindergarten Program of 1966-67 is to provide to addi-

tional four -year -old children from disadvantaged circumstances the following

educational benefits:

a. Greater opportunities for intellectual growth through develop-

ment of listening-speaking skills, first-hand experiencaS, and

experimentation with materials and equipment.

b. Impioved social, emotional, and physical development by help-

ing the children to attain a positive self-image, and aiding

in the creation of a sound attitude to school and learning.

c. Increased interest of parents in their children's school prog-

ress, parental confidence in their children's' ability to

succeed, and increased home -school cooperation.

The Expanded Prekindergarten Program, under the auspices of the New

York City Board of Education, provided a half day program to approximately

7300 four-year-old children in approximately 163 schools in the five boroughs

of New York City.. In February, supplementary hinds from New York State added

a lunch program and expanded the family-community program of the initial

project.

The proposal described a daily 2i hour program to be offered to pre-

kindergarten children. Groups of 15 children were to be established, with

one teacher, plus additional nonprofessional personnel, assigned both a

morning and. afternoon group. Provision was made also for same additional

social service personnel and educational specialists to be assigned to the

total program (i.e., in social work, psychology, speech therapy, etc.).

Supplementary funds, approved in January, added a lunch program and additional

staff (teacher assistant) and implemented the family-community component via

the family assistant.
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Supervision of the program rested in the domain of the Early

Childhood Education Bureau of the Board of Education, which had a staff

of district supervisors. Direct administration of each prekindergarten

unit rested in the jurisdiction of the principal and assistant principal

in the assigned school.



CHAPTER I-

OBJECTIVES OF THE EVALUATION

Essentially, the task of a descriptive, evaluative. procedure is to, obtain

a body of related data that provides the research team an opportunity to assess

the general functioning pattern of the program as related to project goals.

Experience in the previous evaluations (1965-1966 and summer 1966) has con-

tributed to the selection of foci for this year's evaluative task. Previous

evidence of the strong interrelationship between the administrative procedures

and the quality of the classroom instructional program led to a continuing

emphasis on the collection of data relative to the effectiveness of adminis

trative and supervisory activities. Similarly, previous studies have high-

lighted the necessity of obtaining data describing the perceptions of the

participants concerning the goals, effectiveness, and the problems of imple-

menting the project as proposed.

Despite the immense scope of the project, previous experience has shown

that the essence of the Expanded Prekindergarten Program can be viewed in

terms of:

a., the instructional program in the classrooms;

b. the total administrative and supervisory structure;

c. the family-community component.

This is an operational segmentation, arbitrarily selected on the premise

that a large complex program needs a aLructure for evaluation which is general

enough to accommodate the variety of interdependent factors, yet specific

enough to isolate those strengtis and weaknesses which allow for the identifi-

cation of needed changes in design and implementation.
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This study was designed, instrumented, and executed from the perspective

of a continuum of such studies
1

to facilitate a meaningful appraisal based

not only on a given time period, but on an overview of the total sequential

'Castiglione and Wilsberg. The Expansion of Kinder arten Instruction

and Pr ams in Disadvant ed Areas of New York Cit 1 New York:
Center for Urban Education.

Schwartz. Preschool Child Development Centers in Disadvantaged Areas

gYorlfNeiStusseelt New York: Center for Urban Education.
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CHAPTER II

METHODOLOGY AND DATA COLLECTION

Part I - Selection of the Sample Population

A stratified random sampling procedure was employed in the selection of

representative schools participating in the Expanded Prekindergarten Program

in New York City.

The initial proposal described the establishment of 277 positions in

163 schools (Table 1). However, these gross figures were delimited to 227

positions in 132 schools by virtue of the following nonstandardizing factors:

a. cancellations;

b. opening date after October 15th;

c. housed in auxiliary facilities due to construction problems;

d. involvement in curriculum research activities of colleges,

foundations, etc.

Therefore, at the time of the design of the research the standard popu-

lation was 227 positions in 132 schools serving approximately 6,800 four-

year-old children in the five boroughs of the city. Based on this standard

population, a stratified random sample of 20 schools (15 per cent sample)

with 35 (15 per cent sample) prekindergarten programs serving approximately

500 children
2 located in four of the five boroughs (Richmond County was ex-

cluded from the sampling3) were selected.

2While the percentage of children
observed was under ten per cent of

the population, the 15 per cent sample of schools and teachers was deemed

adequate for evaluation purposes.

3As in the summer 1966 study, "Preschool Child Development Centers in

Disadvantaged Areas of New York City," S. Schwartz, Richmond County (Staten

Island) was excluded because of its physical separation from the other

boroughs....there were no crucial differences to be found there that were

not represented in other boroughs, p. 5.
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In the seleutica of the sample the following information was available

to the research teas:

1. the number of schools in each Board of Education school

district providing prekindergarten programs;

2. the number of prekindergarten classes in each school;

3. the duration of existence of the prekindergartena in the given

schools (i.e., year initiated);

4. prior knowledge of a high density of target population Ohil-

dren (Preschool Child Development Center Evaluation, summer

1966);

5. knowledge of schools included in the evaluation of Preschool

Child Development Centers (1966 report, p. 6).

Based on this knowledge, the following factors were taken into considera-

tion in the selection of the sample population4:

1. a statistical representation of those districts with the

greater number of prekindergarten pogroms;

2. a selection of schools from remaining districts that comple-

mented the initial part of the selected sample in terms of

diversity of ethnic population and representation of the high

density poverty areas that crossed school district lines;

3. a balance between new programs and existing programs;

4. a representative group of schools with a varying number of pre-

kindergartens in each school,

Part II - The Multi -Disciplinary Team
(Evaluation Project Staffing)

The -previous experiences of developing an evaluational procedure utiliz-

ing the competencies of specialists in the related social science fields led

Repeat from sample, summer 1966: In order to alleviate the pressures

on pUblic school personnel accruing from continual evaluations, an effort

was made to avoid those schools which were included in the summer sample when

equivalent schools were available.
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2. the build-up of deficit areas which were identified in the

1965-66 and summer 1966 studies

3. an essentially consistent professional evaluation tens with

experience, knowledge, skill, and insight into the multi-

faceted aspects of the instruments, observations, and,

evaluations.

In addition, the degree of reliability obtained was further heightened

by: (1) the pre-testing and post-testing of the Tarim: inatrasents from

the ongoing research; (2) the orientation procedure, prior to the initia-

tion of the evaluation, in the use of the forms; (3) the multi-visitations

called for by the research procedure, and the ensuing staff meetings which

resulted in additions, alterations, and deL"ions in the instrumentation.

The continuity of the professional interdisciplinary team of Earl;

Childhood Education specialists, a psychologist, social worker, and sociol-

ogist provided a level of inter-observer reliability which was substantiated

through the evaluational checks built into the evaluation design.

The continuity of the data analysts in the ongoing evaluation process

served as a further reinforcement of the counter checks on reliability

ratings.
6

The instrumentation took the form of:

a. identifying data forms

b. observational recordings

1. descriptive devices

2. evaluational ratings

c. personal reports

1. interviewing schedules and questicenaires

2. self - reporting instruments

6The summer 1966 report and the current study were Jointly authored by

the Research Director, and the Sociologist, S. Schwartz and G. Schusterman.
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The identifying data forms7 were utilized to build a cumulative body of

information to serve as a basic check on the total. structure of the program,

the staff, the physical facilities, attendance and attrition, and the ethnic

composition of the community. This was to facilitate an understanding of

the components of the program in context.

The observational instruments to record the primary observations of the

evaluation teas were used as an organizing and standardizing device for those

classroom observations specifically focusing on aspects or teacher behavior,

children's behavior, and curriculum content. This was directed toward shed-

ding Light on the emergent patterns.

The personal reporting techniques employed took the form of:

1. interviews, conducted and recorded by the evaluation team

members;

2. instruments designed to be distributed to specific respondents

(i.e., classroom teachers) 10 elicit their personal perceptions

and to be recorded by them.°

Collectibn of data in the three major categories were structured in the

following way.

7The following instruments utilized for this aspect of the data collection

to be found in Appendix B:

Staff Data (Work Sheet)

School Data Sheet
Staff Data: Vita
Attendance and Attrition

8The self-reporting instruments additionally serve to provide a further

reliability check on eliminating the possibility of second party selective

recording.

4
I.

..7eValr-
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A. Assessment of the Ongoing Classroom Progran9

The instrumentation of this aspect of the evaluation design was directed

at focusing on the teacher and the children in action. Special emphasis was

placed on teacher-child interaction for the purposes of describing the emo-

tional-social environment and the existent level of intellectual stimulation.

The instrumentation further took into consideration the physical roam

arrangement, lay-out, equipment, and traffic patterns as they affect the

total classroom program.

B. The Administrative and Supervisory Structure and Proceduresl°

On the administrative level, focus was placed an developing a descriptive

body of information of the hierarchal line in terms of:

1. the decisian-making function;

2. role and responsibility;

3. channels of communication.

The instrumentation dealing with in-school administrative personnel was

designed to elicit data on:

1. the in-school administrative structure;

2. the perceptions of these administrators of the needs of the

programs

9The following instruments utilized for this aspect of the data collection

to be found in Appendix B: Summary of Children's Behavior, Teacher Walk, Roam

Freeze, General Summary: Teaching Behavior, Children's Language Patterns,

Observed Daily Schedule, Comments, Initial Teacher Interview, Housing and Equip-

ment, Classroom Content, Teacher Questionnaire, Curriculum Inventory, and

Teacher Interview.

1 0The following instruments utilized for this aspect of the data collection

to be found in Appendix B: Principal Interview, Assistant Principal Interview,

Early Childhood Education Supervisor Interview, and Comments by the Interviewer.
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On the supervisory level, interviews with Early Childhood Education super-

visors were directed toward:

1. obtaining descriptive data of the patterns of supervision;

2. perceptions of orientation and in-service educational programs;

3. strengths and weaknesses of the total progralz as implemented

this year.

C. The Family -Ca m:unity Ccmponent11

This aspect of the Expanded Prekindergarten Program was funded in mid-

year along with the lunch progreal2 as an addition to the original program

proposal. The instrumentation was designed to Obtain a body of total de-

scriptive data relative to the extent to which the proposed program was

developed in the limited time available.

Such information was sought as:

1. the family assistant's perception of his role, responsibility,

and effectiveness;

2. the perceptions of the prekindergarten personnel regarding

parental interest in the progrte;

3. parental attitudes toward the school.

A:

11The following instruments utilized for this aspect of the data collection

to be found in Appendix B: Family Assistant Interview, Parent Interview, --

Comments by the Interviewer.

12The funding of the lunch program was to provide a well-balanced noon

meal for the children participating in the program.
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CHAPTER III

SMART OF THE FINDINGS

As stated in the initial introduction, the findings of the evaluation

are being comidered from the perspective of a continuum. The Expanded Pre-

kindergarten, Kindergarten Report of 1965-66 and the 1966 Summer Report of

the Child Development Centers offer a series of findings and recommendations

to which this study is now added. Each successive examination of the Title

I (and 0E0), New York City Board of Education Early Childhood Projects is

perceived as part of an ongoing endeavor to shed greater light on our under-

standing of better ways to increase success in achieving the goals of

compensatory education for the target population. As. a result, many of the

stated findings of this 1966-67 program will be directly related to past

experience, describing not only the current project, but also the trends,

either static or changing, positive or negative, over the two year period.

The summary of the findings is divided into three major categories :.

I - The Classroom Programs

II - The Administrative Structure

III - The Family-Camaunity Component

Although all facets of the Expanded Prekindergarten Program are integrally

functioning parts, some arbitrary segmentation was essential. As described

in Chapter II, the development of the instruments required a gross division

of the aspects of the program in order to more carefully describe the dis-

crete parts. It was also necessary to begin to consiier which factors within

the program can be identified as crucial to the success of the program and

which factors, though important, appear to have a less comprehensive impact
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on the total project. In describing the current findings, an attempt will

be made to identify those parts of the program which can be delineated as

crucial and therefore demand more careful attention in order to achieve a

higher degree of success.

I. The Classroom Programs

the findings and recommendations in this section are derived not only

from the observational instruments, questionnaires, and interviews described

in Chapter II, but also from the current research available at this time

dealing with the characteristics and educational needs of children from the

inner city, most commonly referred to as "disadvantaged."

The classroom programs include the total set of experiences offered to

the children under the direct supervision of the teacher. Although not

necessarily an immediate aspect of the classroom program; a summary of the

facilities, equipment, and materials is also reviewed within this category.

Despite the fact that the provision of space and teaching tools is frequently

considered an administrative function, the interdependent nature of the

teaching task and the teaching tools directed this pattern of reporting.

Analysis of the classroom programs was perceived in three contexts:

(a) those patterns of teaching behavior and children's responses that re-

late to the children's feelings as "bchool children," participants within

the school setting, (b) those patterns of teaching behavior and children's

responses that relate to the development of linguistic and cognitive skills

and concepts, and (c) the provision of space and materials for learning.
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A. The developing ability of children to participate and to function within

the school setting.

In the past, the most successfully described party of the experiences

for the four and five year old children has been in this specific area, as

reflected in the high ratings for teachers as warm and supportive.
13

Chil-

dren's responses to the authority figures were also rated comparatively high

on a scale from negative to positive.i4 In both previous reports, the cam-

meats were summarized in the following way: "School was a happy place to

which to come and to participate.
u15 Teedhers have previously demonstrated

their strengths in being able to develop in children a feeling of belonging,

being accepted, and being respected as independent persons with unique

interests and competencies.

A comparison of the ratings on teaching behavior from the summer 1966

report and this school year report (Table 3), describe an even greater suc-

cess in this area. On the continuum scales of "harsh-kindly" and "supportive-

rejecting," a significant increase is noted in percentage of teachers rated

above the average mark.

Correlated data supporting these ratings are found in the assessment of

children's behavior in the category dealing with expressed attitudes toward

the teacher as the authority figurelTable 4). Again, a significant increase

toward the positive end of the scale is recorded in a comparative perspective.

13Schwartz. "Preschool Child, Development Centers in Disadvantaged Areas

of New York City," summer 1966, Center for Urban Education, p. 52.

141bid, p652.

15Ibid, p. 50.
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Illustrative observer comments are offered:

The class is run like a good, all-around, permissive nursery

school. There is a warm, harmonious, nonpunitive, respecting

atmosphere; supportive and aware adults; opportunity for

social growth; encouragement and help in becoming both inde-

pendent and part of a group; freedom with use of materials.

The teacher provides an easy atmosphere. Children are enthu-

siastic but she does nothing to stimulate or direct growth.

The children were very free and relaxed and there was an

atmosphere of warm acceptance in the room.

Those teachers who rated average or below average in that pattern of

teaching behavior that establishes classroom atmosphere, represent the

ever-present problem of teacher selection. The decrease (Table 3) in per-

centage of teachers at this low end of the range from the summer to this

year is a positive sign. However, the existence of 20 per cent of the

sample demeeeattilind less tam acceptable ,,I.pportiNt relationships with

children is judged a measure of inadequancy in the program. If this per-

centage figure is applied to the total group of participant children (based

upon the applied concept of sampling) this means that approximately 1,350

children, were experiencing less than adequate quality teacher-child

relationships within the school setting.

This existence of 20 per cent of the sample at the low end of the

range does not obviate the conclusions drawn that the prekindergarten pro-

gram has attained an even higher level of success in realizing one of the

original gals of the project: the establishment of a positive attitude

toward school.

One aspect of viewing the process of developing "comfort" within the

school setting has been a consideration of the way in which children relate
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to the routines of the program (i.e., clean-up, toileting, snack periods).

Table 4 offers comparative statistics in this realm. It is to be noted

that there is no significant change in the findings from the summer report

and this school year report in relation to the ways that children respond

to the routine periods. A concern exists in interpreting this static situ-

ation: a reassessment of the basic import of children's responses during

routine periods is indicated. Educators generally assume that the pattern

of behavior of children in dealing with routine periods reflects their

feelings of "comfort" in the school environment, i.e., children who evidence

a high degree of self-direction can be described as having developed an

excellent sense of belonging within this setting, and children who display

resistant and/or compliant (obedient) behavior have a limited sense of

belonging. With the apparent discrepancy in pattern change in relationship

to the authority figure and relationship to routines, there is a need to

perceive this behavior in another context. Does the behavior of children

during the routine parts of the program reflect their interest in, and

awareness of the sequence of activities concurrent with a sense of belong-

ing? Or does it, in effect, reflect their inherent immaturities in dealing

with sequence as related to their cognitive development? Although the higher

frequencies of rating occurring at the upper end of the scales in both

categories (Table 4) indicate a positive relationship between attitude toward

authority figures and school routines, the discrepancy in upward movement

does imply that other factors must relate to this second category. If, in

fact, children's response to routines do relate to their cognitive develop-

ment, a change in the way teachers perceive their role during these periods



17

is indicated. Applying an instructional teaching pattern which helps chil-

dren deal with sequence and order in the environrent is warranted.

B. Stimulating the development of the linguistic and cognitive skills and

concepts of children.

The generalizations made about the specific instructional settings

observed are drawn from (1) the classroom observational data including both

children and teacher, (2) the interviews, and (3) the questionnaires. How-

ever, in the estimate of the evaluating team the most significant data on

the curriculum is gained from the classroom observations.

Analysis of this data is directed by the professional judgments of the

observers and the currently developing theory with its implications for

curriculum. One of the most recent publications summarizing the concerns

of educators relative to the target population cites the following:
16

Characteristics of the disadvantaged child as compared to

the advantaged child...fewer interests; their form of com-

munication...tends to consist mostly of gestures, sounds

(nonwords) and local words. Just as be has inadequate

linguistic skills of expression, so has he inadequate

linguistic receptive skills. He does not hear sounds as

we pronounce them. He tends to "close out", any noises

around him (including the teacher's voice.

The disadvantaged child has experienced no logical pattern

in life; things just happen...his previous experien1se has

been one of disorder, lack of sequential planning.°

The summary of these two authors represents, in general, the latest

findings concerning the target population, and describes a direction for

1
6Loretan, J.0 and Umans, S., Teaching the Disadvantaged, Teachers Col-

lege, Columbia University, 1966.

17
Ibid, p. 4.

18Ibid, p. 14.
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compensatory education. Ttte poor achievement in linguistic skills leads

current theory toward the goal of stimulation of appropriate language usage

through interest-centered
activities of the youngsters. Althoughimany re-

search programs are experimenting with a variety of task-oriented activities

that will enhance this development, they direct their attention to increasing

verbal input and output in the process of "doing."

Compared to the summer, teachers were rated higher in patterns of teach-

ing relative to intellectual stimulation and verbal output (Table 3).. Now-

ever, there is still a residual deficit in this part of the teaching pattern

as compared to the teaching behavior relative to the human relations factor.

In the interpretation of the rating for verbal behavior, it is impor-

tant to note that the observers questioned the impact of the teacher's

verbal output. In a number of classrooms, where the teacher was observed

talking to the children frequent]; and at 3Angth, observers reflected that

this pattern of teacher verbalization represented a continual stream of.

spoken language unrelated to the ongoing interest of the child. Conversations

often appeared to interrupt concentration rather than enhance communication

skills. This continual flow of words into the general classroom was ques-

tioned as to its effect on the reinforcement of the "tuning out" pattern that

has characterized the disadvantaged child.

Those standard parts of the curriculum which were selected as the major

vehicles for stimulation and expansion of knowledge, skills, and understand-

ings were story periods, discussion and project periods, and trips out of

the classroom. Projects, stories, and discussions were recorded as existent

if observed occurring with an adult and two or more children. Although



19

specific task-oriented activities also fall within this category, procedures

within early childhood classrooms have generally developed such activities

within the pattern of projects1
9 rather than as individual skill-directed

learning activities. The general observational instrument designed to record

Children's patterns of behavior therefore did not include this additional

teaching procedure (i.e., individual child-directed learning activities).

It was, however, recorded in another instrument to be discussed later in

this section.

The frequency with which these activities were undertaken and the in-

volvement of the children in these activities were considered important

sources for assessing the instructional program. There is no assumption

made by the observing teem that any one of these activities, in and of them-

selves, is critical to a good program. However, they represent the body of

activities byidLtch the teacher plans for the stimulation in language and

cognitive fields of learning, by adding new experiences to the children's

reservoir.

An analysis of the data of Table 5 leads to the conclusion that these

activities (excluding trips) are deficient in the programs observed. The

greatest deficit is in the development of project activities. As noted,

approximately one-half the sample population had no projects during obser-

vational visits. Approximately one quarter had no discussions and/or

stories.

19A project, in this report, is defined as an activi

directed, structured, and involves a multiplicity of tasks

two or more children participating, i.e., seed planting,

up a terrarium, mural work, construction.

a

ty which is goal
in sequence with

cooking, setting
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Table 6 offers data on the number of bus trips and walking trips reported

by 28 of the 35 teachers in the sample population. The judgment of "frag-

mnted" as compared to "orderly" was made in terms of the descriptions of

the goals of the trips as given by the teachers. An orderly sequence of

trips was indicated when the teacher related the goals of the trip to the on-

going class program or to other trips. A fragmented judgment was assigned

when teachers indicated that the trip was unrelated to other activities or

trips in the curricular plan. It is apparent that more teachers were able

to build some orderly set of learning experiences through the planning of

walking trips than with bus trips. Over one-half of the bus trip programs

were judged fragmented from an instructional perspective. Teachers reported

that the goals of a given trip were to "learn all about" the objects observed

at the destination point (i.e., a trip to the zoo was described as an oppor-

tunity to learn "all about zoo animals").

It is important to note that there appears to have been an additional

contributing factor to the problems identified with bus trips. The buses

this year were reported to be available for only *hours each session.

This was considered an impeding factor relative to the kinds of trips (the

teachers stated) they might otherwise have planned. Requests made by teachers

to combine morning and afternoon groups and use a full day for trips were,

reportedly, denied.

The trip pattern which took children to many different kinds of settings

unrelated to any other kind of experience with the same type of objects

(animals, etc.), is judged insufficient as related to the learning pattern

of children this age. Educators are currently directing considerable attention

to that aspect of teaching young children that is dependent upon an orderly

and sequential exposure to learning opportunities, in a structured situation.
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Further support of the judgment of inadequate instructional programs is

gained from the comparison of ratings describing the children's involvelent

with materials during the play periods (Table 5). The decrease in percentage

of programs in which children were involved with materials at the maximum

level (first to second visit) indicates a lack of effective and meaningful

stimulation. This is not to imply that these programs were judged at the

other end of the continuum. The data, however, lead to the concluaion that

the same pattern of moderately effective intellectual stimulation exists as

was described in the two previous evaluations.

The most poorly achieved goal (of these programs) was thattn

of developing the children's ability to think and reason.

Two additional sets of data further illuminate the instructional pro-

gram: 11) the curriculum inventory filled out by the participating teachers

and (2) the observed classroom content forms. Table 7 offers a summary of

the curriculum content observed by the evaluating teas. It is evident that

teachers were more keenly aware of the Challenges to stimulate language

development than any other aspect of the curriculum. The predominant in-

structional behavior of the teacher was that of extending vocabulary. The

high percentage of life science activities recorded is misleading because

the presence of an animal in the classroom was sufficient-to check evidence

of this type of learning situation. Observers noted frequently that the

only evidence of life science activity was the presence of "one turtle" in

the room.

2/3Schwartz. "Preschool Child Development Centers in Disadvantaged Areas

of New York City," summer 1966. New York: Center for Urban Education, p. 56.
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Observed content activities, or evidence thereof, in all categories ex-

cept language development ranged low on the percentage scales.

In contrast, teachers reported highly developed curricular experiences

in almost all areas selected for observation. They further reported that

these extensive activities within the specified content areas take place

daily and weekly. 111ust.rative activities described in the curriculum in-

ventory indicate that teachers are well aware of the conventional kinds of

experiences that enhance learning in such areas as are listed in the inven-

tory. The most significant factor identified in analyzing these inventories

was the high percentage of organized games and projects listed as compared

to the limited number of activities listed for the development of basic

routines and procedures within the classroom. (I.e., teachers identified

games made up for the express purpose of helping children enumerate, but

they failed to list activities such as counting out cups, napkins, and

cookies for snack periods.)

Although the inventories reflected some confusion relative to what types

of instructional activities foster specific learnings in the content areas,

teachers generally demonstrated a better than adequate understanding of the

variety of teacher-directed activities that could be effectively directed

toward desired learnings for this target population.

The disparity between reported daily activities in the teachers' inven-

tories and the observed content is difficult to analyze. Accepting the

probability that observers missed some evidence of ongoing activities, it is

not to be assumed that they missed recording the games and task-oriented

activities as described by the teachers. Though it is also highly probable
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that teachers limited the amount of organized activities undertaken with an

observer present, it is still difficult to account for the significant dis-

crepancy between the aserimoi program and the reportedprogrma.

Illustrative comments of the observers offered for those classrooms

judged as "warm," "friendly," etc., give rise to this dilemma.

Though there was great emphasis an verbal skills, the math

area was neglected. Discrimination training was nil. In

the physical and social sciences there was nothing...the

atmosphere was lovely but there were great gaps in the pro-

gram.

In this warm, comfortable classroom there were large omis-

sions in content areas. The little teaching that could be

observed was incidental, leading the observer to wonder if,

in truth, it was not ACCIDENTAL.

There was a striking lack of instructional moves.

There seams to be no room in this classroom for experiment-

ing and talking about it.

Little intentional teaching went on.

The high percentage of these kinds of comments by the observers are to

be contrasted with the few times they cited an optimal kind of program. One

illustration of such an observed program is oik:red:

This teacher was OUTSTANDING. She took advantage of all

situations throughout the morning in terms of potential

for learning. This she did without being didactic. For

example, when getting paint out for the easel, she invited

the children to observe as she mixed the paint (blue and

light blue), asking the children to talk about what they

saw, rather than telling them what they were seeing. She

used routines well to help the children develop independence,

reminding thee of procedures without seeming to give direc-

tions or commending them. She did not ask questions in

group discussions or instructional periods that the children

could not bring some response to -- that is, she showed them

something, told them something, or did something and then

asked for a response.



24

In the opinion of the evaluating teas, the diminishing involvement of

the children in play activities and the pattern of involvement in the

organized periods lends support to the validity of the recorded observations.

If, in fact, the teachers were carrying on the extensive activities described,

it is doubtful that they were undertaken in a manner that genuinely involved

and stimulated the children toward the intended goals. The total program

appears to suffer fram a similar unrelatedness or fragmentation as illus-

trated in the analysis of the trip program.

In the interviews with teachers regarding their feelings about in-service

educational programs (Table 8), the high percentage of teacher-requests for

workshops on content headed by subject matter specialists is evidence of the

teachers' awareness of inadequacies in the instructional programs. Several

comments from teachers further focused the confusions surrounding the ques-

tion of what is considered an appropriate curriculum content for these youngs-

ters.

Shall we run a regular nursery school program or shall we

run a regular kindergarten program?

They tell us that the nursery school program is not enough,

and that these prekindergarten programs are not to dupli-

cate kindergarten programs. What's left?

If we let these children play and enjoy the materials, we're

"baby sitters" and then if we try to develop instructional

activities, they say we're teaching kindergarten -- the kids

will be bored next year. No matter what we do, it's wrong.

C. The provision of space and materials for learning.

A brief summary of the findings relative to the teaching tools caatri-

butes to an understanding of the developing instructional program. The

table of observed equipment (Table 9) offers some data. However, it is to
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be noted that many teachers who complained about the lack of supplies, and/or

late deliveries had supplemented the classroom equipment by getting donations,

borrowing from other classrooms, and/or bringing in their own materials. The

descriptive data in this area is not totally reflective of materials provided

by the Hoard of Education. The existence of materials in the classroom does

not indicate to any degree how, and under what conditions, the materials were

utilized. However, it is important to note that the science area appeared to

be most neglected. The woodworking area was also neglected, but in this case

there is some indication that this was due to the teachers' lack of familiarity

with the type of activity rather than lack of materials. Woodworking benches

were frequently used as book tables, teachers' desks, or science tables.

Teachers commented that they didn't "trust the children with the tools."

Two other significant deficits in the equipment were the props for adult

male play and the more currently developed tools for language development

(i.e., tape recorder and flannel boards).

No major conclusions are drawn relative to the equipment in these class-

rooms. Additional equipment, with appropriate guidance to the teacher in its

use, is desirable, Effective utilization of existing equipment could make a

major difference in these programs.

In summary, all data leads to the conclusion that the design for the in-

structional program, though improved over previous programs, remains the

weakest part of the total curricular experience. Teachers express the need

for help in this area and the insufficiency in observed content supports their

feelings that they need help. Though they apparently are more aware of the

instructional needs of the target population than was found previously, they

need to develop and refine their skills for initiation and guidance of appro-

priate activities, in context and in sequence, in the daily programs.
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II. The Administrative and Supervisory Structure

The data obtained relative to the administrative structure were accumu-

lated through a series of interviews of all key administrative and supervisory

personnel as well as of the classroom teachers.

Each time an analysis of an administrative plan is undertaken, a major

consideration has been the efficiency of that structural plan. This efficiency

stems from the clarity of the hierarchial structure for decision making and

the assignment of role and responsibility. This efficiency is simultaneously

dependent upon till congruency of perception of the goals and procedures of

the program for the total body of personnel assigned to implement the program

at the upper end of the hierarchy.

Due to the interdependent nature of these two facets of the administra-

tive construct, no attempt will be made to discriminate between the assignment

of roles and the perception of goals as determining factors in the problems

that were identified through the course of the evaluational procedure.

The primary finding of the evaluation was that no precise hierarchy

could be described. There was no predesigned pattern to the authority struc-

ture that could be ascertained. Though the Early Childhood Bureau established

basic outlines for the program implementation, an orderly examination of the

administrative procedures was found to be extremely difficult. Board of

Education decisions were made concerning the number of classes per school,

the size of classes, the allocation of monies for the hiring of specified

personnel, the assignment of a district supervisor, and the purchase of

materials for the classrooms. However, the factors of high variability, not

prescribed by the Board, were (1) the selection of the prekindergarten staff,

ONIV.In

,0
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(2) the assignment of tasks for this body of personnel, (3) the decisions for

enrollment, (4) the assignment of an administrative decision-maker, and (5)

the in-school supervisory procedures.

Table 10 lists the administrative person who was reported to be super-

vising the programs within each given school in the sample. However, the

evaluating team noted that frequently this was a titular post, having little

relevance to the actual procedures. Approximately one-half of the schools

were reported to have the assistant principal supervising the prekindergartens.

The rest reported a sharing of this role between the principal, assistant

principal, Early Childhood Education supervisor and an arbitrarily selected

"head teacher." The most revealing comments (one -third of the sample) in-

dicated that neither of the two school administrators was actively concerned

with these classes, serving the youngest groups in the school. The amount of

time reported to be given to supervision is also indicative of the confusion

existent in this area. Over one-half of the school administrators reported

spending less than ten per cent of their administrative time supervising the

prekindergartens. In addition, there was an apparent lack of communication

between the two administrators reflected in contradictory statements concern-

ing the amount of time spent on supervision of the prekindergarten.

The problems resulting from the lack of definition of the hierarchial

structure, although extensive in numbers and diverse in nature, have two

common threads:

1. the major utilization of administrative time was "crisis

oriented,"

2. frustration, anger, and/or hostility was evident between

the members of the staff of certain schools.
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A summary of the findings from the principal and assistant principal

interviews offers clear illustrative evidence of these two common threads.

The multitude of needs cited, with little reference to a consideration of

who is responsible for planning to meet these needs, illustrates the core

problem.

Administrators' Perceptions of Program Needs

1. Articulation between the prekindergarten program and the rest of the

early childhood curriculum:

The prekindergarten and kindergarten curriculum overlap.

A kind of structure should emerge that grows out of the pre-

kindergarten and is not a repetition of this first school

experience.

A specific plan for articulation upwards as well as continuity.

2. A clear delineation of the role and responsibility for each person

assigned to participate in the classroom:

The aides had nothing to do many times and refused to help

in other parts of the school.

There are too many adults in the classroom.

Clashes between the professionals and nonprofessionals take

much too much time.

Internal tensions and jealousies within the total staff of

the prekindergarten are exorbitant time wasters.

There is an overabundance of people in the classroom who do

not have clearly defined responsibilities. We need all these

people, but they are not put to best use.

We need a role differentiation between the Family Assistant

and the Family Worker.

The role of the para-professional is ill-defined.
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3. More clarity on appropriate curriculum content for the prekindergarten:

'We need more discipline and structure in the prekindergarten.

I would like to see developed special materials for the pre-

kindergartens; materials that are found only in the prekinder-
gartens -- not even in the kindergartens. We need more research

to determine the goals of the prekindergartens and the materials

to meet the goals.

5.

The program needs more structure.

We need an expansion of the curriculum for these programs.

We need curriculum guides.

I would like to see more skill work in the prekindergartens.

...need more structure: children need vocabulary, routines,

and not just 'tender loving care'.

...teachers don't know enough about the job to be done.

I have a strong feeling about learning, and the teachers
want to be 'baby sitters'.

Teachers don't do enough REAL teaching.

Standardization of administrative and supervisory procedures toward the

goal of developing more effective programs:

What is the role of the prIncipal in these programs? I

don't know.

The Early Childhood Education supervisor did not come (to

this school) once this year. We need her.

I'm not really an early childhood person, so I don't really
know how the programs are doing.

This program needs more direction and organization so we
don't waste so much time on the continual crises.

Improvement in channels of communication, based upon a common understand-

ing of the goals of the program for the purpose of expediting changes and

adjustments where indicated:

"We need in-school meeting time for the prekindergarten staff."
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The assistant principal should be included in the in-service

programs.

What are the goals of this program? TO give work to the un-

employed or to teach these young children? This question must

be answered.

The school should return to its original role as an educational

institution and not a social service agency.

Additional comments in this category reflect a widespread divergence of

opinion concerning the conceptual view of the meaning and intent of the pre-

kindergarten program. These comments, by virtue of the contradictory nature

of the recommendations for change, reflect considerable confusion in under-

standing the theoretical construct guiding the development and implementation

of the project.

Recommendations included: more personnel, less personnel; more meeting

time, less meeting time; larger classes, smaller classes; full day programs,

cut out lunch program; more social services made available, eliminate social

service activities; eliminate the nonprofessional, add more nonprofessionals,

eliminate the family-community component, increase activities in community

relations.

6. Continuity based upo4 dependable funding in advance:

The essence of the responses in this area reflect a genuine concern for

the problems that result from the tentative nature of the funding. Loss of

adequately prepared nonprofessionals who could not wait for funding to occur

was cited as an outstanding problem. In addition, the modification of the

program midyear -- which added a lunch program and expanded the family -com-

munity program -- was frequently cited as a disadvantage rather than an

advantage, basically due to poor timing.
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Generally, in-school administrators expressed varying forms of resent-

ment and frustration in facing the task of accommodating these programs

within the existing structure. They responded to the task by:

1. apparently ignoring the existence of these programs;

2. spending varying amounts of time directed to aiding

and assisting the programs;

3. asking decisions that directly violated the project

proposal.

In approximately 25 per cent of the schools the neglect of the programs

(point one above) was ascertained by the administrators' statements checked

against teacher statements. When there was a congruence of response refer-

ring to a lack of contact between the two roles, the judgment of "neglect"

was applied.

Those administrators who reported a strong interest in, and concern

for the programs stated that lack of time and the multiplicity of problems

in implementing these programs prohibited them from directing any effective

attention to the instructional programs. They expressed genuine concern

for this deficit.

At the other end of the continuum, there was a body of administrators

who were reportedli "blocking" the program. This impeding of the program

was reflected in (a) assignment of nonprofessionals to duties unrelated to

the prekindergarten, (b) refusal of permission to take trips, (c) request-

ing weekly "plan books" which specify instructional activities (pressure to s.

begin, in prekindergarten, the reading-readiness programs of the kindergarten

level), (d) utilizing equipment and materials earmarked for the prekinder-

garten in other than prekindergarten roams, (e) refusal to release available

school space for parent activities, and (f) refusal to hire the prescribed
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number of nonprofessional personnel. In one extreme case, the principal at-

tempted to increase the enrollment above the prescribed maximum limit. Also,

in one instance, the lunch program was found to be incorporated into the 2i

hour instructimma. program.

It is essential to note that no value judgment was applied, to this de-

scription of violations of the proposal. Rather, these violations were

perceived as evidence of a lack of reasonable hierarchial structure and a

reflection of the confusion that results when there is no clearly identified

authority figure with the necessary allocation of time to execute the assigned

task.

In-school administrators were faced with many problems that called for

resolution. Fran their perspective, the insufficiency of administrative

time and the lack of effectiveness in parts at the program required some

immediate decisions. IN ALL INSTANCES where violations of the project design

were ascertained, the administrators involved expressed explicit reasons fox

their decisions. Whether each of these decisions was a result of inadequacy

of knowledge, commitment, time, or administrative skills, are not of concern.

The critical concern is that violations of the proposal_ were extensively

found and there vas no recourse, in an orderly authority structure, for the

participants to seek help. Similarly, the lack of congruency in perceiving

the purposes and procedures of the program is deemed a crucial deficit. It

is a misuse of evaluative procedure to direct attention to an analysis of

problems that emerge fran an insufficiency in project design. Uhtil the

task of specifying an orderly administrative and supervisory structure is

met, the multiplicity of problems will continue to occur.
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Despite the numbers of problems ascertained, the majority of in-school

administrators expressed the opinion that these programs should be continued

(Table 10). The values perceived do indicate strong positive feelings:

Fr= the family-community perspective:

Better relationships were developed between the hoses and the

school.

The community involvement was an aid to better understanding.

It engendered good will by bringing services and personnel to

the schools which have long been sought and needed by the com-

munity.

It helps parents and children have a positive attitude toward

the school. It is worth the investment because the school is
now seen as a source of help by these people.

The school is a major social service agency now, which is good.

It is the best thing that ever happened to the school, the
children, and the community.

It brings the families into the school earlier. This year's

volunteers are probably a result of wide interest and knowledge
due to the family assistant who moves around the neighborhood

well.

Fran the educational perspective:

It does wonders for the children...provides a wholesome environ-
ment add food for them while in our custody.

It provides an earlier beginning for the children.

We've had it for two years and there are noticeable differences
in the children who had prekindergarten and those who have not.

A great deal of learning is going on for these children. But

the potential is not yet realized.

Supervision and In-service Education

The supervision of the educational programs and the planning for the in-

service education was reported to be the assigned task of the Early Childhood

e
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Education Supervisor in each district. The patterns of supervision and the

extent of responsibility assumed by these district supervisors varied con-

siderably. Same functioned as consultants, while others functioned as

decision-makers. The research team judged the ccIsultant approach, as de-

scribed in interviews, as ineffectual in dealing with the complex problems.

The primary evaluative consideration is the availability of time as

related to the supervisory load. A brief summary of the supervisory load

is given in Table 11. All but one of the ten supervisors interviewed cited

a lack of time as one of the major unresolved problems. This stated limita-

tion appeared in the data collected from the teachers and in-school

administrators. There appears to be a consensus that the Early Childhood

supervisors were not fulfilling the supervisory needs of the programs. The

reasons for this deficit, however, were not mutually agreed upon.

The criteria established for scheduling supervisory visits is also

cited in Table 11. One-half of the supervisors scheduled visits "by need"

which is judged to reflect the "crisis approach" to supervision. No orderly

inquiry was made relative to the ways in which these supervisors ascertained

when "need" existed. There is some indication, derived from all interview

sources, that the channels of communication between the schools and the

district office were limited and ineffective. Same teachers reported that

they were unable to complete an initiated contact with the supervisor.

Others reported that they never tried to reach the supervisor although they

felt a need for help. Still others implied, but did not directly state,

that they did not feel it was their "place" to seek direct help from the

district supervisor. In several instances, teachers were discouraged from

taking any initiative by the in-school administrative personnel. 1n-summary,
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the described "by need" criteria for visiting the prekindergarten was judged

inadequate by the evaluation team. The highly restricted dharlels of communi-

cation prohibit appropriate flow of information that could lead to success

with this pattern of supervision.

Despite the time problems, the district supervisors reported the per-

ception of increased accomplishments this year as compared to last year. The

major factor in the resolution of problems and the increased effectiveness of

the programs as perceived by the district leaders was the time allocated.for

orientation and in-service meetings. In addition to the orientation program

before the opening of school and the spring set of in-service meetings that

were funded, several districts established the procedure at monthly voluntary

in-service meetings. These voluntary meetings were reported to be well-

attended except in those few districts where it was reported that the United

Federation of Teachers exerted pressure on the teachers not to attend meetings

after school hours unless compensation was made. The positive results per-

ceived as an outgrowth of the more extensive orientation and in-service program

were stated as:

a. ,neater success in resolving intra-staff problems;

b. better room arrangements;

c. better team approach in the classrooms;

,1) d. improved trip program;

e. better curriculum;

f. smoother school opening with children adjusting more rapidly.

These meetings were also viewed positively by the teachers who consistently

stated that they would like to see more meetings, better spaced, throughout

the school year (Table 8). This demand for more meetings, though expressed
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in diverse ways, permeated the interviews of all professional personnel.

There was a consensus that the sets of problems that could be resolved

by regularly scheduled meetings including all participant personnel were

those that have continued to appear in both previous evaluations. These are:

a. unclear definition of role and responsibility;

b. limited knowledge, understanding, and skills of the non-

professionals;

c. lack of coordinated teamwork;

d. lack of clear definition of educational goals and patterns

of implementation;

e. competition and conflict within staff groups.

Between the fall orientation programs and the late spring in-service

meetings, no regularly scheduled time was available for the express purpose

of analyzing and planning for the resolution of identified problems in the

programs. Though sane school groups devised plans to accommodate this need,

all expressed feelings that these plans were inadequate.

The unresolved problems cited by the Early Childhood Education super-

visors differ little in nature from those perceived by the in-school adminis-

trators (p. 28-30).

1. Only one social worker for three schools.
Teachers need time for staff meetings.
Articulation poor between the prekindergarten and rest of grades.

Foreign language interpreter needed.
Space inadequate for prekindergarten program.

Lack of supervisory time.

2. Need weekly meetings in school and monthly meetings in district.

Need better team approach.
Articulation upward poor.
Lack of supervisory time.
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3. Role of parent in program poorly defined and executed.

Lack of qualified teachers for this level.

.
Violation of nonprofessional role.
Jealousy of the kindergarten teachers of prekindergarten teachers

(services available to the latter and not former).

4. Greater articulation in school needed.

Lack of understanding of administrative personnel.

5. Auxiliary help not hired and/or misused.

Lack of supervisory time.
Need a special Early Childhood Supervisor in each school.

6. Supplies not delivered and/or misused.
Families late in picking up the children.

Lack of supervisory time.

7. Limited physical space.
Poor facilities.
Teachers not able to reach parents.
Young teachers do not know how to work with older indigenous personnel.

Lack of supervisory time.

8. Lack of education of parents and community re value of the program.

Lack of time for devil loping community relations.

9. Administrative hostility resulting from administrative overload.

Lack of supervisory time leading to fragmented supervisory pattern.

10. Administrators fail to understand goals of program.

Lack of articulation through the grades.
Irregular development of program.
Lack of space and materials.
Yamily-community program poor.

Lack of supervisory time.

It is to be noted that comparison of the perceptions of these two groups

support statements made by the majority of personnel interviewed that the

district supervisor is carrying too large a load, at too great a distance

from the daily ongoing programs, to be able to clearly distinguish the patterns

of problems. The fact that fewer problems were cited by these supervisors as

compared to those identified by the in-school administrators is judged signi-

ficant.



Interviews with the teachers further supported this reported alienation

of the district supervisor from the school programs:

The ECE Supervisor is "nice." She came once and stayed a

few minutes.

I only saw her once. She did help us that visit.

I did not see the supervisor this year.

These teacher responses indicate that althougb supervisors reported

visiting all schools in the district at least once, there is evidence that

the supervisors did not always have a chance to spend time in all the Early

Childhood classrooms during the reported visit.

In those instances where the supervisor did spend measurable amounts of

time working with a program in a school, the enthusiasm for the effective.

ness of the role of the district supervisor was clearly stated.

Sane Selected Aspects of the Administrative Structure

A. The target population: much discussion occurs each year as to

the question of whether the target population is being served by these pro-

grams. Questions directed to this area of concern elicited the following:

Eleven schools in sample: all personnel expressed opinion

that the target population WAS being served.

Five schools in sample: personnel expressed the opinion that

the target population was NOT being reached.

Four schools in sample: personnel felt that the enrollment

included approximately one-half of the target population and

one-half more advantaged families in community.

Despite the divergence of opinion about many other aspects of this pro-

ject, there was a striking uniformity of opinion in each school relative to

this question.
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The procedure for closing one Monday each month to allow for home

visits: among the teachers and district supervisors there was a consensus

that this procedure was an asset to the program. The school administrators

had mixed reactions. The perceived values of this procedure more appro-

priately fall within the category of the family-community component despite

the fact that this procedure was in existence before the additional funding

midyear (see Part III of this chapter).

C. Nonprofessionals assigned to the classroom: although there was a

reported improvement in the utilization of nonprofessionals in the class-

room, this aspect of the program continues to reflect many problems leading

to confusion, frustration, and/or hostility (Tables 12-15). As stated

earlier, it is difficult, to assess the meaning of these identified problems

until some orderly supervisory structure is developed to serve these pro-

grams. It is poor practice to employ a variety of nonprofessionals to work

with children without further providing some regularly scheduled weekly

procedure whereby these auxiliary classroom personnel can be guided by the

profes3ionals in developing an understanding of the task, the children,

their role, and cooperative procedures.

The source for selection of the nonprofessional personnel was also

identified as a problem for examination. Administrators reported difficulty

from three perspectives: (1) the competition for these jobs placed the

school in a delicate position with the community when making a decision, (2)

the lack of adequately qualified personnel. in the community, and (3) the

role of such agencies as HARYOU in certifying applicants.

Relative to point three above, this was an unexpected body of informa-

tion that cannot be assessed in an orderly way at this time. However, the
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notations of the observer are included for the purposes of follow-up analysis

by appropriate Board of Education Sources.

This year, the school administration asked for the aides

currently employed (from the summer) . However, there were

many problems with HARYOU. The aide and family worker

went to HARYOU offices seven times and were refused appli-

cation blanks (which ostensibly are available to everyone).

They received nasty treatment; aides reported that people

at HARYOU give jobs to people outside of the school neigh-

borhood. Apparently HARYOU controls the placement of non-

professionals in this area.

Clearly, there is a major problem here. Certainly a ques-

tion can be raised concerning the continued participation

of HARYOU in giving applications and sending people to the

schools when they don't even use personnel from the school

neighborhood. This condition should not continue unchecked.

D. Attendance and attrition: the attrition rate continues to be low

in accordance with the findings of the previous evaluations. The attendance

rate is describably lower than in the summer program, but does not indicate

any major significance due to the fact that illness, among children of this

age, tends to be higher in the winter than in the summer.

From the total body of interview data, a composite of recommendations

for consideration have been drawn. As stated earlier in this section, it

is difficult for the evaluation team to select recommendations in any one

of these specified areas until an effective administrative and supervisory

structure is established. However, it might be advantageous to make some

adjustments in the program that will expedite the administrative functioning.

The recommendations listed appeared frequently enough to warrant analy-

sis by the Early Childhood Bureau as they implement plans for next year.

1. Decrease the number of nonprofessional personnel in the class-

room from three to one. Consider assigning one full-time teacher

and one full-time assistant teacher plus the family worker.



2. Establish procedure for a one-half hour to one hour weekly meet-

ing of prekindergarten personnel in each school to occur after

school hours.

3. Assign one qualified Early Childhood supervisor to each school

to coordinate the development of the total prekindergarten and

kindergarten program in all aspects in each school. This per-

son, with the delegated authority to hire nonprofessional staff,

guide'staff develwment including professionals and nonpro-

fessionals, guide the development of the family-community program,

and coordinate the early childhood curriculum with appropriate

articulation from the prekindergarten through the first grade.

4. Withdraw prekindergarten programs from those schools lacking

adequate facilities to house them.

III. Family-Community Component

This part of the prekindergarten program was funded in midyear. Any

evaluation of a program that has been imposed on a pre-existing structure

for only one-half the term of the project, is limited by virtue of its lack

of regularity of onset and implementation.

The analysis of the data leads to two major considerations: (1) a

brief summary of the patterns of implementation of the family-community

part of the program and (2) a consideration of the meaning of the problems

as ascertained.

A family assistant hired for each school was assigned the general task

of improving school-community relations.

Of the twenty schools in the sample, problems that crippled the program

were identified in approximately one -third of the group. These problems in-

cluded such factors as no parent room assigned, no supervision offered the

family assistant, and/or the family assistant assigned to other than pre-

kindergarten duties (Table 16). Apparently, the structure for the supervision

of this nonprofessional was unclear. There was great variability in the
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assignment of the identified supervisor and the patterns of supervision.

Several family assistants were unable to identify their supervisor.

For those family assistants who were able to have a family roam and be-

gin to develop an in-school family- program, the success factor as determined

by attendance is questionable. Reportedly, no equipment and/or materials

were providitd for the development of these programs, although limited petty

cash monies were allocated. These statistics give rise to a series of

important questions concerning the intent and design of the family-community

component. It was difficult to ascertain from the participants what this

family assistant role was intended to accomplish; general statements com-

prised the concept of improved community-school relations and giving needed

aid to selected families in the community.

It was clearly ascertained that a nonprofessional from the immediate

community was to be hired for a forty-hour week to direct her activities to

bridging the gap between the school and the community. Eleven of the twenty

interviewed were active members of the executive board of the P' in that

school. This wes considered indicative of an awareness an the part of the

in-school administrators that there was a need for a person who could save

out into the community from the school and be known by school families.

The variety of problems relative to fulfilling of the role of the family

assistant are listed. These represent the perceptions of all personnel inter-

viewed in the project including the family assistant.

a. Job definition: goals and procedures too general to serve

as an effective guide for the large body of persons involved.

b. Conflict of loyalties in fulfilling this role.
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c. Lack of appropriate guidance and supervision for this non-

professional involved in a form of social work.

d. Lack of professional resources available to the family

assistant in process of attempting to help families in

the community.

A. The lack of a clear job definition including some orderly listing

of specific goals and procedures has continued to hamper the effective de-

velopment of many facets of the prekindergarten project this year as well as

in the past.

The task of selecting e proceiure for working in the community has led

to various implementation patterns. In some instances (approximately one-

third of the sample), this task was reported to be considered too great and

the family assistant was redirected to nonprekindergarten in-school duties.

The administrators following this pattern expressed genuine concern regard-

ing this implied procedure of sending nonprofessionals into the community

to represent the school for the purpose of fulfilling poorly defined goals.

In other instances the evaluators reported that the family assistant ex-

pressed frustration as to the problem of selecting working procedures. Same

family assistants were reported to follow an avoidance pattern (i.e., they

stayed in school, filling their time with numerous clerical duties and/or

wandering about the building) .

It &pears that one of the directives for the family assistant was to

coordinate the participation of the family workers. Considering the variety

of problems ascertained re the effective involvement of the fawily assistant,

it seems ill-advised to further complicate the task by adding supervisory

responsibilities.

B. Conflict of loyalties appeared to be a genuine problem in those

settings wherein the family-community aspect of the program was conscientiously
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developed. This conflict of loyalties as reported stems main from poor

definition of role and lack of professional resources. One family assistant

expressed the problem:

I really don't know where I awe my loyalty. I'm supposed

to help the families in the community organize themselves

for same positive action on their problems. The biggest

problem in this community is the way they feel about the

school. They don't like the school and don't feel that

it's doing right by their kids. So when I talk to them, I

tell them the best thing to do is see the principal. When

parents begin to line up in the office to complain about

the things that bother them, the principal looks at me and

questions what kind of trouble I'm causing. What do I do?

Do I ignore their complaints? Or do I continue to get in

trouble with the principal? I just don't know. I'm hired

by the school so I should be loyal to it. But I'm supposed

to help the families. That's what I'm paid for.

C. The lack of appropriate guidance and supervision is illustrated in

Table 16. The results of this deficit were reflected in a variety of re-

sponses ranging from the one extreme of anger and hostility to the other

extreme of total withdrawal from the job.

D. When the family assistants do enter the community to begin to work

with families, they find numerous problems with which they feel unprepared

to deal. They expressed the feeling that this task needs professional

resources. Although the project design did provide for a limited number of

specialists to work in the schools, there appears to have been considerable

variability in implementation. (Overload was an apparent factor with

specialists; but no orderly data was collected relative to the utilization

of psychologist, social worker, etc.)

In summary, it appears that this added part of the prekindergarten pro-

gram faced extensive problems. It also appeared to engender a large amount

of hostility, frustration, and describable violations of the use of funds
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allocated for family-community work. Once again, as with other parts of the

prekindergarten project, these problems were not evaluated as a reason to

eliminate the concept of the family-community component from the design.

Many responses from all personnel led to the conclusion that the intent of

this part of the program is to be valued.

Part of the procedure of the project re encouraging the school to extend

itself into the community was the monthly Monday closing which released

teachers, aides, and family workers to visit with the families and children

in the homes. Although this procedure, as mentioned earlier, was not part

of the added funding (i.e., it was established at the onset of the school

year), it enhanced the concept of the family-community component to a greater

degree than the later aspects of the program. Teachers responses to this

procedure, en masse, were enthusiastic.

This is one of the best parts of the program.

This is a must for future planning.

This is one of the most rewarding parts of the program. The

parents are happy to welcome us into their homes. They seem

comfortable and relaxed. Many parents that were only called

to the school for negative reasons are now approachable by

teachers for a positive reason. They are not reluctant to

come to the school after these visits.

This experience is the most valuable part of the program, for

in the home situation the parents are more at ease and willing

to discuss their problems.

It is a marvelous way of gaining and giving information to

those we might otherwise not see.

Same of the parents were skeptical of the visit, but after-

wards, I found them more friendly in school.

The directives appear to be that the operational procedures for the

amended family-community component need restructuring. These procedures
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further need to be related to a uniformly stated, detailed set of goals ac-

companied by implementation patterns.

In an attempt to further ascertain the attitudes of parents toward the

school, 47 parents were selected utilizing the stratified random sampling

procedure. Thirty-eight kept the interview appointments. Within this group

there were only two or three parents who described any dissatisfaction with

the prekindergarten
experiences provided their children. These few negative

remarks concerned a desire for more academic work for the four-year-olds.

The majority of parents felt that their children had benefited, and were

able to detail the ways in which this benefit had been perceived. Approxi-

mately one-third reported that they had become more involved in the school

this year and viewed it as a positive force in the community. An additional

one-third expressed positive feelings about the school but had not partici-

pated anymore this year than in previous years. The remaining third. were

judged as disinterested in the school as an institution, though interested

in utilizing the services provided for their children.

The school in which the largest number of selected parents failed to

appear (three of eight were interviewed) was one that was judged at the

lowest end of the range in implementing the family-community component. In

this same school, the comments of the teachers and administrators indicated

a basic disrespect for the parent population: "I could have told you they

wouldn't show up. They don't care."; "It's a waste of time to bother with

them."

The conclusions to be drawn from the representative sample of parents

is that this part of the program has the potential for improving school-

community relations.
Parents value school programs that help their children.
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.

At this level, they do not apply as rigorous standards to the educational

endeavor as the professionals do, and therefore it is an optimum period for

building Channels of communication that can serve both the scheU and the

homages the children proceed upward through the academic stream.

Lunch Program:

The lunch program provided lunch for children in both sessions of the

expanded prekindergarten program. Although much less complicated in nature,

the lunch program faced several of the same problems as the family-community

program in that it was added midyear to an already operating structure.

There were ngative responses from all levels of personnel relative to the

time and effort required to accommodate this new procedure midyear. It was

reported that the ongoing instructional programs were set back while energies

were devoted to establishing this routine. While the intent of the lunch

program was not questioned to any measurable degree, the timing of its imple-

mentation engendered strong negative feelings toward the central office of

the Board of Education.

The procedures appear to need some reassessment. The problem of food

selection and waste were identified again this year as in the summer program.

The problems of supervision of this part of the program by nonprofessionals

was seriously questioned. The timing for the lunch program for the children

placed some schools in difficulty in terms of traffic problems resulting

from the arrival and departure times which conflicted with other school

schedules.

If the project is to continue to include a lunch program, it seems advis-

able that it be uniformly initiated with the rest of the program, or dropped

for that academic year.
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CHAPTER IV

CONCLUSIONS AND RECOMMENDATIONS

The conclusions and recommendations of the report have been developed

in line with the findings in Chapter III.

I. The Instructional Program

Compared to the findings of the prekindergarten report of 1965-66, there

is a clear trend of change in emphasis fray the traditional concept of "nur-

sery school" to an emphasis on "compensatory education" for the target pop*.

latian. The implementation of this change in curriculum pattern, however,

is still in the infancy stage, reflecting lacks in comprehension of the

educational deficits of this population as well as a lack of criteria for

selection of the kinds of structured, sequential, in-school experiences that

will stimulate and encourage growth in the linguistic and perceptual-cognitive

skills.

As in the 1965-66 report, teachers were rated as warm, kindly, and

supportive in their relationships with children, but lacking in those peda-

gogical skills requisite for the described task. Among those teachers who

rated the highest in general teaching behavior, there was a body of corre-

lated data indicating Limited success in involving the children in ongoing

developmental activities on a sustained basis. Similarly, teachers expressed

a strong desire for more precise knowledge and professional skills in terms

of the kinds of curricular activities, sequentially ordered and interrelated,

that will enhance the achievement of greater linguistic and cognitive skills

appropriate to the target population.
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Recommendations: An orderly and intensive orientation and in-service

program for teachers and auxiliary personnel is strongly indicated. This

in-service program needs to specifically detail the most recent educational

research findings describing the pattern of educational deficits of tfie tar-

get population. A simultaneous intensive study of the sequence of activities

and a pattern of teaching behavior that will lead to an optimum development

of the linguistic and cognitive skills is required. The suggestion for the

utilization of subject matter specialists who are cognizant of the develop-

mental patterns of young children is deemed an excellent one. If these

specialists are able to work with teachers in workshop sessions exploring

the variety of activities that stimulate development toward the desired goals,

teachers can gain the needed competency to accompany the accumulation of

greater educational knowledge.

The majority of teachers have demonstrated their ability to relate

successfully to the social-emotional needs of these children within the

school context. Their expressed demand for greater depth and breadth in

understanding ways for implementing the instructional program that is not

merely a premature kindergarten or first grade program should not be denied.

II. The Administrative and Supervisory Structure

Essentially, the administration of the program (both reported and ob-

served) gave evidence of significant problems eminating from the fact that

no clearly identified hierarchical structure exists. In most cases, the

principal and/or assistant principal held prime responsibility in a given

school for the administration and supervision of the prekindergarten program.

There was evidence of lack of clarity in their understanding of the goals to
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be achieved as well as little criteria for judging the achievement of the

defined goals. Although enthusiastic and interested in the potential con-

tribution of this program in the educational continuum, admiL.L.itrators

evidenced considerable difficulty in dealing with the multiplicity of prob-

lems relative to the prekindergarten part of the early childhood curriculum.

These administrators expressed, in a variety of both positive and negative

ways, their concern in terms of lack of administrative time available to

help coordinate the work of the professional and nonprofessional assigned

to a given classroom, and to the program. Similarly, Early Childhood Edu-

cation supervisors faced the same problems of "overload." Thus, all

administrative and supervisory personnel reported a general trend of organi-

zing their time to deal primarily with 'crisis situations," leaving little

time to give to the development of the instructional program.

Recommendations: A variety of suggestions have been offered from both

school sources and the evaluation team to alleviate this confusion, conflict,

overlapping, and lack of efficiency in achieving effective supervision of

this highly complex program.

As a comparatively new program on the educational scene, a serious

examination of realistic expectations is called for at this time. Questions

such as the following need explicit answers on a policy level: Is this pro-

ject primarily an educational endeavor or a service project to offer employ-

ment to indigenous members of the community? Can the school be expected to

assimilate the task of offering employment to nonprofessionals as well as

fulfilling the complex task of developing and implementing an effective

curriculum for compensatory education?
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There is a strong consensus of project participants and evaluators that

should this project be structured again next year as it has been this year

with the relatively large numbers of professional and nonprofessional per-

sonnel, a specified prekindergarten and kindergarten supervisor is needed

who has both the authority and time to do the job. This requires a serious

cut-back in supervisory load to one or two schools per supervisor. With the

impending addition of aides to the kindergarten program, it becomes impera-

tive that early childhood specialists be assigned who have the unique

competencies and time available to develop successfully cooperative and

mutually complementary working relationships between professionals and non-

professionals within the project, as well as between the prekindergarten

project and the rest of the school program. The data indicates that this

type of cooperation cannot be achieved under the present administrative

structure and still fulfill the initial goal of developing a high level

instructional program for the children. Further, as this program continues

to approach its goal, it becomes imperative that the rest of the school not

only understand and value the prekindergarten program but also adapt the

currinlar experiences along the continuum, to adjust to the expanded learn-

ing fostered at the beginning school level.

III. ITEPAL4:29111102ELY2MEITA

An outgrowth of the findings within the administrative structure has been

a confusion in the definition and execution of the family-community component

of this project. Although little question has been raised concerning the

merits of having a designated person -- the family assistant -- assigned to

this aspect of the program, serious problems revolve around the identification

of the required nonprofessional and professional tasks.
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The pattern of supervision by the school administrators ranged from (a)

total neglect, to (b) violation and impeding of the job assignment, to (c) a

varied but conscientious attempt to help the family assistant fulfill an ill-

defined and questionably achievable role.

Recommendations: A careful analysis of the family-community component

is requisite at this time. The forty-hour week assignment is highly ques-

tionable for a nonprofessional who cannot obtain adequate supervision in

fulfilling an extremely difficult and delicate task. The evaluating team

expressed a conviction that the family assistant's task of bridging the gap

between school and community can only be accomplished in a teamwork structure

with close cooperation between this person and a qualified social worker who

also has the time to devote to the job as defined. Without this resource,

the family assistant's work in the community tends to engender greater frus-

tration and anger within families than previously existed.

Summary of Recommendations: In essence, the greatest need of this pro-

gram is (1) a carefully delineated outline of goals, role and responsibilities

for participants 'within a hierarchial structure, and (2) regularly scheduled

meetings to provide for the development of skills and team cooperation on

all levels'.
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CHAPTER V

RESEARCH LIMITATIONS AND RECOMMENDATIONS FOR THE FUTURE

An ultimate goal of research is to objectify the research procedure

that has been executed, citing the limitations and deficits in the pro-

cedures and making recommendations regarding future endeavors.

Limitations of the Research Procedure

It is deemed crucial that the design of the research be implemented

prior to the onset of the program. The time lapse between the initiation

of the program and the assignment of the research created a significant

hindrance in the timing of the total research procedure.

Additionally, there were critical aspects of informational details

which were not available to the researchers, thereby creating a need for

preliminary exploration in the search for base line data essential 'o the

design and its implementation.

By virtue of the limitations of both time and funding, it was not possi-

ble to do an intensive pre- and post-testing of the growth and development

of the children participating in the Expanded Prekindergarten Program. A

particular problem to be noted in this area is the minimal number of instru-

ments available for group observation and the lack of standardization of

those known to exist. This deficit would necessitate the time-consuming and

excessively costly complexity of establishing reliability for such tests.

Recommendations for Future Research

In the interest of direction for future research in this area, there

are many questions which develop out of these evaluational studies which re-

main, at present, unknown entities to be explored.
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a. What happens to the children in the program in a school

year in terms of intellectual development?

b. Does the program have an impact on the children's future

school success? to what degree and for how long?

c. What aspects of this prekindergarten program can be identi-

fied as crucial factors in having a positive effect on

children?

It is recognized by the researchers that it is not the function of public

school educators in a mass system such as New York City to initiate formal

research in curriculum experimentation. It is vital that the evaluative pro-

cedures that accompany the new structural plans be given some points of

campariion. Selective application of the recommendations of evaluational

studies is necessary to provide comparative points for study toward the

movement to an optimal plan.

1. If an Early Childhood Education supervisor is put into a

school, in what ways does the program work better? Does

the more effeclIve functioning reflect in the improved

instructional program for the children?

2. What kind of classroom st0fg.7,-a best fosters the intel-

lectual development and :c ^- performance of the

children? (I.e., two prof. -inals, or one professional

and two nonprofessionals?)

3. What effect does the provision for weekly cooperative

planning sessions within the school have upon the per-

ceived and testable growth of children?

The direction sought by the researchers is to begin to test different

structural plans and procedures which cotld be evaluated in terms of effect

upon children's learning, the primary concern in all educational endeavors.
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TABLE 2

INSTRUMENTATION: CROSS-CHECKS ON DATA

S ntion Instrumentation

Cross--
Checks
with
Section

4

1 Identifying Data

Staff Data (Work Sheet)

School Data Sheet

Staff Data: Vita
Attendance and Attrition

2 On -Going_anssroom Program

Summary of Children's Behavior

Teacher Walk
Room Freeze
General Summary: Teaching Behavior

Children's Language Patterns
Observed Daily Schedule

Comments
Initial Teacher Interview
Housing and Equipment
Classroom Content
Teacher Westionnaire: Curriculum Inventory

Teacher Interview

3 Administration and Supervisory Structure and Procedure

Principal Interview 1,2,4

Assistant Principal Interview 1,2,4

Early Childhood Education Supervisor 2,4

Comments 1,2,4

Family-Community Component

Family Assistant Interview 2,3

Parent Interview 2,3

Comments
1,2,3
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TABLE 3

GENERAL SUMMARY: TEACHING BEHAVIOR

Percentage of sample rated average to below average

Rating Summer 1966 1966-67 Expanded Prekindergarten

Kindly
to Harsh 30 11

Supportive
to Rejecting 44 20

Highly Verbal
to Minimal 54 23

Highly Stimu-
lating to Dull 66 37

Percentage of sample rated above average

Rating Summer 1966 1966-67 Expanded Prekindergarten

Kindly
to Harsh 70 89

Supportive
to Rejecting 56 80

Highly Verbal
to Minimal 46 77

Highly Stimu-
lating to Dull 34 63

Same basic team of observers, 5 of 7, participated in both evaluational

programs with this same instrument.
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TABLE 7

CLASSROOM CONTENT: OBSERVED ACTIVITIES

AND PHYSICAL EVIDENCE OF ONGOING ACTIVITIES

IN CURRICULAR AREAS

Number of

Curricular Area _issrooms

Language Development

Expanding Verbal Skills
Naming objects 25

Descriptive words 21

Sentence development 17

Eliciting conversation 22

Stimulating Language Usage
Extending discussion 20

Dramatization and role play 7

Story telling 13

Symbol and Word Recognition 13

Per Cent
of Sample

71
60

49
63

57
20

37

37

Development of Sensory Skills

Auditory Discrimination
Environmental sounds 7 20

Word sounds 5 14

Story listening 16 46

Tactile Discrimination 8 23

Olfactory Discrimination 5 14

Gustatory Discrimination 10 29

Visual Discrimination 13 37

Mathematics

Number Work
Numeration 8 23

1 to 1 correspondence 9 26

Enumeration 11 31

Recognition of number symbols 12 34

Grouping: number sets 6 17

Math Classification Skills
Shape identification and comparison 7 20

Size identification and comparison 8 23

Quantity identification and comparison 6 17

Spatial Relationships 2 6

Science

Life Sciences 22 63

Physical Sciences 3 9
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TABLE 7 (cont.)

Number of Per Cent
Curricular Area Glizsrooms Sample

Social Sciences: Self-concept

Individual 14 40

Sub-culture groups 10 29

Role and function of members of
cultural group 1 3

Aesthetics

Literature
Stories
Poetry

Art

18

9

Plastic 21

Graphic 17

Music

Singing 20

Bodily rhythms 15

51

26

60

49

57

43



Inservice Meetings
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TABLE 8

MCI= RECOMMENDATIONS

Obtained in Final Interviews

Number of

Toacivira__

More meetings, better spaced 21 60.0

Include administrators
6 17.1

Include professional and nonprofeaclonal 10 28.6

Content:

Instructional content
curricular activities and procedures

Philosophy and child development

Workshops: self-selection by
teachers from a variety of work-

shops encompassing differing

levels of complexity in teaching

.young children: subject matter

specialists

More in-school meetings: team meetings

21 60.0

5 14.3

16 45.7

17 48.6
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TABLE 9

HOUSING AND EQUIPMENT

Materials

Number of classes in which
materials were:

Limited Not in View

Block Area
Building blocks 14 1 (no storage)

Vehicular toys 12 1

Family figures 7 8

Animals 6 8

Housekeeping
For "eating" 4 1

For "cooking" 8 1

For "cleaning" 7 5

For role play:
mother 11 2

father 17 3

baby 11 2

Water Play
Basins, bowls, etc. 7 10

Sponges, straws, etc. 4 11

Funnels, strainers, etc. 4 13

Manipulative Materials
Peg set, interlocking puzzles 2

Woodworking
Tools
Supplies

Music
Instruments
Phonograph
Piano

5 20

5 17

5 4
10
15

Language Development Activities

Books 13 2

Games 9 5

Puppets 3 9

Tape recorder 33

Flannel boards 23

Science
Earth science 9 15

Life science 11 13

Physical science 2 24

Chemistry 1 25



TABLE 10

IN-SCHOOL ADMINISTRATOR DATA

School In-School Estimated
Code Supervisor Per Cent of
Number Reported_ Time Used

1 P, AP, & T

2 AP

3 AP

4 P& AP

5

6

7

8

9

10

12

13

14

15

16

17

18

19

20

AP

AP

AP

AP

AP

P & AP

P

P & AP

AP

P & AP

P

P& AP

P

AP

AP

AP

Should
Prekindergarten.
be Continued?

P. A.P.

Pinimal

Very little

U

Very little

30

Very little

15-20

25

20

10

30

Little

20

25

5

U-20

10

U

Very little

None

COM: P == Principal
AP mi Assistast

T"=
la Unosom--

+ = Yes
e= No

Principal

e



Al2

TABLE 11

EARLY CHILDHOOD EDUCATION SUPERVISORY LOADSa

Limber of Number of

Prekinder- Kinder- Total Number Visitation

Code garten garten of Schools Schedules

A 20 72 18 By need

B 14 65 22 One or two
per month

C 20 75 17 By need

D 18 79 21 One per month
and by need

E 17 37 14 Hy need

F 19 29 14 One per month
and by need

26 26 12 Scheduled and
"on call"

H 28 56 18 One per month
and "on call"

I 13 90 35 Fall: on sched-
ule, then by
need

J 4 75 26 One per month
by need

a Due to an omission in the instrument, the numbers of 1st and 2nd

grades included in the supervisory load were unavailable.
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TABLE 12

PROBLEMS WITH TEACHER AIDES as Reported in Questionnaires

With both aides and worker, I have had difficulty in some
managerial aspects. I feel that potential teachers should be
given some training in this aspect of the job.

My teacher aide is a very protecting person. She is capable

and well trained. However, she does not let the children do

things for themselves. She hinders their expression and
exploration. I have told her I disapprove of this and the
situation improved for a while. I must constantly remind her

not to hover over the children.

Must be reminded of daily responsibilities. Lunch manners

not enforced.

General "insubordination," lack of respect toward teacher.
Different methods and attitudes toward discipline than my

awn.

Untrained and NO time is allowed for giving directions and
explanation of the method that sht,uld be used. Cannot see
the usual things that must be cleaned in the room. Must be

told.

We had two aides. Both were short tempered with disorderly

or disrespectful children.

Taken out of my room too often because of bilingual skills and
'facility in getting along with people. My aide, at first,
insisted upon concentrating on housework rather than children.

Despite her helpfulness in one way, my aide sometimes proved

almost unhelpful. She refuses to take responsibility for some
children and says they do not listen to her. She takes things

children do accidentally as meant intentionally for her. She

speaks poor English, and children have difficulty understanding
her.

She has been in the classroom only four weeks. The family

worker and I find her style of communication one we need to
get used to. However, as she gets to know us better she is

loosening up. Conflict between family worker and aide.

Does not always have materials set up for the children at the
beginning of the day or at three o'clock as is her job.

First aide was also president of the PTA and therefore had, many

duties outside classroom. Second one could only work part time.
Present aide is excellent but also at times has to help with

outside duties.
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TABLE 13

PROBLEMS WITH ?Amu WORKER as Reported in Questionnaires

Family worker has made unauthorized visits and has not

reported some of these to proper personnel, to teacher and

social worker.

Too little time.

Unable to provide favorable atmosphere with parents when on

home visits. Table manners of children are not improved

during lunch.

Unwillingness to substitute for aide when absent. Different

attitudes toward discipline than my own.

Does not always understand limits of her position and may

over - involve self with parents in confidential matters, areas

of concern to teachers such as discipline:or other areas properly

belonging to guidance counselor or social worker.

No time for her to inform me of work. Sometimes their approach

with parents is not professional and the teacher is required

to appease the two.

Could have spent more time in field and in homes.

Family worker started working in our program fairly late in

year and many parents never got to know her. Her role was not

clearly defined; also she really needed to uork more closely

with welfare department and social services.

MY family worker's biggest problem was her dominating and

forceful personality.
Although she is very good in some

situations, it presents a problem when working with other adults.

Need for constant reassurance and praise. Without it she

withdraws to menial tasks. It took me a long time to learn how

to make the point that the children need a lot of Spanish and

translation in the classroom. "They must learn English."

There has not been time provided, or enough thinking been given

for an exchange between teacher and family worker of: (1) what

goes on at home, (2) what to look for or points to keep in mind

when speaking to a parent.
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TAHLE 14

PROBLEMS WITH TEACHER ASSISTANTS as Reported in Questionnaires

My assistant was unprepared for her job. She was given no

orientation or training. She does not get along well with

u teacher aide. They bicker about who should do what. They

are tense with each other.

Too permissive...not enough supervision at lunch.

The new ones all need refresher courses.

Lack of knowledge concerning goals and purpose of program:

lack of training program before beginning to work; and lack

of conference time.

They should all be college students who plan to work with

children, or be adults who have children and know how to

relate to them.

Is only employed from ten to two, thereby missing the conti-

nuity of the program.

A language barrier; not too conversant in English.

She resented being asked and expected to do so much physical

labor: i.e., getting lunches, running errands, taking children

to the toilet.

The teacher assistant, having come into the room in February,

was somewhat resented by the other workers in the roam. My

fwily worker is very dominating and the assistant is still

struggling for her rightful place in the room.

Helping him to learn patience; to look at behavior before

reacting to it; to give children time to react to what he says

before assuming they won't.

The assistants should be sure they will be able to stay; two

assistants in two months left to take trips. It is hard on

the children.

Attendance is too irregular.

NOTE: These responses represent 14 of the 28 questionnaires

returned. Thirteen of the remaining reported no problems,

and the remaining one reported, "We have had a great deal

of trouble getting auxiliary classroom personnel.
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TABLE 15

PROBLEMS WITH FAMILY ASSISTANTS as Reported in Questionnaire

Overlaps with family worker job of seeing parents if child

were.absent more than two days without explanation.

Lack of cooperation and communication between family assistant

and family worker.

Until this week there was no time in the day when the team

could meet with the teacher for training, discussion of

problems, or supply information. Our AP hai not allowed time

in the past and has now allowed time for these meetings which

should aid in successful communication.

All involved, but not sure of program and way to go about it.

Work was not clearly defined among personnel. There were

occasional conflicts between them when we were invited with

another prekindergarten.
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TABLE 16

FAMILY ASSISTANT: SUPERVISION AND PROGRAM IMPLEMENTATION

Code

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

Supervision
Schedule

Seldom

Family

Number
of Days
Per Week

Room:
Number of
Parents

Attendin

occasionally,
with social worker

now and then

one per month:
ECE Supervisor

a-
now and then

now and then

now and then

1-2 weekly

3 per month

2-3 weekly

now and then

weekly

CODE: None

3

aN

1

5

5

one meeting
per month

1-2

2-3.

1

1

1111111111.11111.

one meeting
per month
one meeting
per month

1

8-10

5 -8

5-6

3-4

10-12

10-20

few

58

10

MOO

10

25

5-10



Appendix B - INSTRUMENTS

EXPANDED PRE-KINDERGARTEN PROGRAM

List of Instruments

First Observational Visit Bl

Staff Data (Worksheet)
B5

School Data Sheet
B6

Staff Data: Vita
B7

Summary of Children's Behavior B9

Guide to Coding Teacher Actions During "Teacher-walk" B12

Children's Code
B14

Attendance
B15

General Summary: Teaching Behavior B16

Children's Language Patterns B17

Observed Daily Schedule
B19

Initial Teacher Interview
B21

Housing and Equipment
B23

Classroom Content
B26

Solicitation of Data form letter B29

Instructions for Filling Out Questionnaire B30

Teacher Questionnaire: Ongcing Curriculum B31

Trip Program
B38

Auxiliary Teaching Personnel in Classroom B39

Parent Program
B40

Enrollment, Attrition and Attendance as of May 31, 1967 B41

Interview Guide
B42
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EXPANDED PRE-KINDERGARTEN PROGRAM

Procedures for first observational visit to each school:

1. Introductory visit with principal of school via phone; followed by

brief personal visit to the school to meet with the administrative

staff, if necessary. All schools should have been notified of their

inclusion in the sample population for this evaluation program by

the time you make your call. Team members are to use own discretion

re necessity of preliminary visit to school ;zeceding the first for-

mal observational program. In the event that the school administrative

staff are unaware of the planned pre-kindergarten evaluation, advise

them to contact the Early Childhood Education Bureau at the Board of

Education for verification.

2. Notify school personnel of anticipated date of visit. Verify the

presence of one AM pre-kindergarten teacher and one PM teacher on the

scheduled date (i.e., inquire re trip schedules to insure against a

wasted observational visit).

NOTE: At this time, get the names of all pre-kindergarten teachers

for the purposes of sample selection (in those schools having more

than two teachers in this program). This will facilitate the appro-

priate pre-mailing of number tags for children.
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3. Schedule of visit:

a. 8:40 - 8:50 - check into main office; greet personnel

b. 8:50 - 9:AM - begin observation of AM teacher

11:00 - interview AM teacher

11:30 - interview PM teacher

NOTE: It would be wise to bring your own sandwich for lunch.
Coffee is available at the school. Use own judgement

re best procedure for lunch hour.

12:30 - observation, PM class
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B3

PROCEDURE for Data Recording in Each Classroom

First Visitation,

1. Shortly after arrival:

EALli DATA SKEET SWUM INCA IE TR EXACT TINE OF THE RECORDING INCLUDING

CLOCK TIME AND TIPS OF ACTIVITY PERIOD IN PROMS: FREE PLAY TES;.

A. #1 freeze of rots with specific attention to numerical identification of

children in each position: (should take approximately 3-5 minutes to

complete recording).

B. Next 10 minutes: general observation of room organization, management

and equipment. Begin recording names of children accompanying coded

lumber.

C. #2 freeze of room.

D. Between second and third freeze: Sketch structure of rocs on blank fors.

"Teacher walk" for a five minute period of time: to include line drawing

of her movements, X marks at points of contact with children, plus code of

type of interaction. Each stop to be coded by one or a multiple of the

following:

I + Instructional acme, positive

I - " " negative

B + Behavioral move, positive

B - ft " negative

N Neuter: non-behavorial and non-instructional.

E. #3 freeze of room.

F. As free play period ends, fill out form describing equipment and materials

and use thereof.

D'?
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G. Begin recording exact vchedule of activities on designated sheet sums-

r!);,...4 daily schedule. ;ontinue recording names of children accompanying

coded number.

H. During the remainder of the observational period select one teacher

directed group period to record language development of children.

I. Summarize the behavior of children as required on data sheet re children's

behavior.

J. Before entering next step in evaluational procedure, record comments of

Observations that you feel have not been adequately reflected by the

formal instrumentation.

K. Fill out general summary of "teaching behavior."
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School #
Expanded Pre-K

Date of Visit
Staff Data: Names

Evaluation

STAFF DATA (Worksheet)

School Personnel

Principal:

Asst. Principal: (reap. for Pre-N)

Early Childhood Supervisor: (district level)

Other personnel related to Pre-K programs

Name
Position

Classroom Personnel

Teacher

1.

Family worker &

Aids (& date of arrival) date of arrival



School #

lt.11. 0111.M.1.4101 ,..r.... . .r.., .",....7,101,0 ,

B6

Date of Visit

Evaluation

Erpanded Pre-Kindergartens
SC210011 DATA SHEET

School #

Address:

# of Pre-Kindergartens:

Additional data:

Year of onset Opening date Open in regular Classroom Date moved to
65-66 66-67 this year Yes Jo regular classroom

Ethnic composition of community

Ethnic composition of total pre-kindergarten enrollment
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School #
.

_ Date of Visit

Evaluation

STAFF DATA: Vita

Teacher AM EM

Educational preparation:

Elementary School:
location

High School: lame
location

Expanded Pre-K

STAFF DATA:

Teacher (1) AM Si

College: lame Major:
location Date of degree:

Graduate Work:
(a) lame Degree: Yes No

location TYPe:
# credits:

(b) Name
location Degree: Yes No

TYPe:
# credits:

Orientation programs and workshops: Specify (lead Start, Pre-K, etc.)

Type & Content Sponsor & Instructor Date

3.

4.

5.

6.
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School #

Date of Visit

Evaluation

.....aralmoly. -.....

STAFF DATA (Vita cont.)

Teaching experience:

Pre-school level (3-4 yr. olds) # yrs.

Kindergarten level (5 yr. olds) # yrs.,

Grade 1 # yrs.

Grade 2-3 # Yrs.

Other (specif): # Frs.

# Yrs.

# Yrs.

# Yrs.

N.Y.C. Pre-K '65 -'66 yes no

N.YC. Read start '65 yes no

'66 yes

Other Head Start

Day Care Centers: # Yrs.

Private Nursery School: # 7168

N.Y.C. Rib. Sch. Erperience:

Middle Incase Areas # Yrs.

Poverty areas # Yrs.

SIWARY: Teaching Exp.:
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School #
Expanded Pre-K

Date of Visit
Children's Behavior

Evaluator

ATTENDANCE:

SUMARY OF CHILDREN'S BEHAVIOR

=ims
A. During FREE PLAY PERIOD:

Child to child relationships:

Pattern of Play:

parallel.
cooperative
competitive

Communication:
verbal

non-verbal

COMMENTS: (evidence of group awareness)

AM PM

# of Children

Children's Relationship to Materials: (Involvement)

minimal
average (conventional)

maximum (creative, intent)

COMMENTS: (evidence)

constructive

destructive

COMMITS: (evidence)
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Children's Behavior -2-

AM PM

A. Free Play (cont.)

Children's view of authority figure as evidenced in behavior:

# of Children

supportive and helpful

helpful, not supportive

indifferent

rejecting

COMMENTS: (evidence)

B. During ROUTINE PERIOD:

self-directed and relaxed

teacher - directed: relaxed

and cooperative

teacher - directed: obedient

teacher directed: resistant

Undirected: confused

COMMENTS: (evidence)

# of Children
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School # Children's Behavior 3

AM PM

C. GROUP ACTIVITY PERIODS: (separate recording for each period observed)

# of children

Study period: Cooperative, involved

Cooperative, uninvolved

Resistant

COMMENTS: (eIidence)

Discussion period:

Cooperative: verbally involved

Cooperative: verbally not involved

Disinterested & compliant

Resistant

ALSO (check) Teacher directed Emergent

CCMMENTS: (evidence)

Group project: (cooking, art, science, etc.)

Specify project observed

Cooperative, involved

Cooperative, uninvolved

Resistant

ALSO (check) Teacher directed Emergent

CCMMENT:
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Guide to Coding Teacher Actions during
"Teacher-walk"

Instructional moves: (i +) (I-) (Note (I-)) would only be used if teacher offers

misinformation. It cannot reflect your estimate of the quality of the instruc-

tional move.

All, verbal and non-verbal actions that sensitize children to the environment,

stimulate their active learning and communicate information in any of the areas

of language meaning, concepts, academic facts.

This includes such acts as:
1. Demonstrating a procedure (music, art, and manipulative most etommon):

offering models to copy (especially verbal)

2. Illustrating the meaning of verbal comments (pointing with hands as

she says "down there"), acting as she verbalizes, etc.

3. Involving children in discussion related to any content area: asking

questions directed to perception utilizing any of body senses, con-

ceptions of reality, etc. and recall.

4. Reading
5. Cooperating with children in the achievement of a task (not routines)

Behavioral Moves

B+ Positive
An acts ti Bated towara enhancing Alild's self-concept and guiding

his behavior at times of social difficulty.
Such comments as "very good", "nice", etc.; physical affections; smiles,

nods, etc. Discipline that offers child help in control without rejection,

i.e., expressed anger and frustration, or demeaning child.

B- Acts of overt neglect of child's expressed wants and needs: or overt reject of

some discipline in anger, rejection; demeaning - decreasing sense of

adequacy and self-respect.

Arrangements: Organization of children during routines: reflected in the "Do this ",

"Put this away", "Stand on line", etc.

Teacher Activity: Organization of materials; housekeeping; talking with adults;

observing.

Uninvolved: Pel.;onal grooming, looking out window, etc.

Please be aware of the fact that teacher acts can reflect more than one category at

a given moment. An instructional move can be accompanied by a behavioral move de-

pending upon the way the teacher relates to the child as she is instructing. There-

fore, at any point in the walk, you may have both an I and B move.
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School # Attendance Expanded Pre-K

Date of Visit
Freeze 1-2-3

Evaluator
Teacher Walk AM PM



School #

B14

Date of Visit

Evaluator

1.

2.

3.

5.

6.

7.

8.

Children's Code

-1011

Expanded Pre-K

9.

10.

18.
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School #

Date of Visit

Evaluator

Attendance

Expanded Pre-K

Freeze 1-2-3

AM PM

BOOKS

PUPPETS

MUSIC

SCIENCE EASED

A

TABLE

TABLE

BLOCK AREA

L-pr HOUSZKEEPING



School #
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Date of Visit

Evaluator

GENERAL SUMMARY: Teaching Behavior

Expanded Pre-K

Teacher Behavior

Summary AM PM

HARSH KINDLY

HIGHLY STIMULATING DULL

1

HIGHLY VERBAL MINIXAL

1

SUPPORTIVE

1 2 3

NOTE: Lines are continuous; numbers are provided only to aid observer

in selecting a place on the continuum as a rating. Check your

evaluation rating along the line.
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School # Expanded PreA

Date of Visit Children's Language

Evaluator AM PM

CHILDREN'S LANGUAGE MUMS

Number of children present

Type of group activity observed: story

NOTE: Select a total group discussion

activity, teacher
directed. If none project

is included in schedule
select a conventional routine (specify)

routine.

COMMENTS: (if necessary)

Pattern of responses:

A. single word

phrases: simple

complex

sentences: simple

complex

B. with specificity

in generalities

CTS:

Direction of responses:

A. to total group

to teacher

to member of peer group

global (no direction)
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School # Expended Pre-K

Date of Visit Children's Language (2)

Evaluator

Direction of responses (cont.):

B. individual

mass (general)

mass - echo pattern

COMMITS:

AM EM

Freedom of response:

Free and easy (loquacious)

Relaxed but limited

Tense, limited

Restricted

COMMITS:



School #

Date of Visit

Evaluator

Clock Time

B19

OBSERVED DAILY SCHEDULE

Activity

Expanded Pre-K
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School #

Date of Visit

Evaluation

Comments

I

Expanded Pre-K

(Comments)



F

School #

Date of Visit

Evaluator

B21

INITIAL TEACHER INTERVIEW

Expanded Pre-K

Initial Teacher Interv.

AM PM

1. What parts of the program do you feel are going well right now? (If

necessary, pursue questions to include enrollment, equipment, school

organization, classroom help, etc.). (Categories below are for pur-

poses of effective recording, but not intended to direct specific

questions.)

a. School structure:

b. Classroom situation (children, equipment, aides, etc.):

c. Supervision and cooperation within public school structure:

d. Other:

2. In terms of your ideas for developing the best possible program for

your children, what are some of the problems you are facing? And what

is being done in the way of resolving these problems? (Categories for

effective recording only)

a. Now in process of being resolved. (How?)

b. Not yet being resolved in any way.

3. Are the parents interested in the school program? If so, how do they

show this interest?



B22

School # Expanded Pre-K

Date of Visit Initial Teacher Interv.

Evaluator AM FM (2)

TEACHER INTERVIEW (cont.)

4. Are you getting cooperation from

a. school personnel (in that way?)

b. from the district coordinator (in what way?)

5. How are the auxiliary personnel working out so far?

a. family worker (specify details)

b. aide (specify details)

c. other

6. in relation to the enrollment of children and class assignments

a. Who enrolled the children?

b. On what basis were the children enrolled?

c. How were the children assigned to the groups?

d.. Do you have a waiting list? (how big?)
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School.*

Date of Visit

Evaluator

HOUSING AND EQUIPMENT

Indoor Facilities:

Expanded Pre-K

Equipment

AM PM

AREA MATERIALS
ADE-
4UATE

AVAIL-
ABLE:
LIMITED IN USE

NOT IN
VIEW
IN ROOM

Block Build-
ing and
Accessories

Building blocks

Vehicular toys (15)

Family figures (5)

Animals (5-10)

Other (list)

House-Play for "eating" (set of 4)

for "cooking" (1 set)

for "cleaning"

for role play: mother

father

baby

Other

Water-Play Basins, bolas, etc.

Sponges, straws, etc.

Funnels, strainers, etc.

Other

Manipulative
Materials

Peg set, interlocking sets
puzzles, (selection of 8)



School #

Date of Visit

Evaluator

B24

HOUSING AND EQUIPMENT (cont.)

Equionent (2)

AM FM

AREA MATERIALS
ADE
QUATE

AVAIL-
ABLE:
LIMITED IN USE

NOT IN
VIEW
IN Roam

Wood-working Tools: hammer, screw-
driver, saw, drill

Supplies: wood, nails,
sandpaper, screws

Music Instruments

Phonograph

Piano

Language Dev.
Activities

Books

Games

Puppets

Tape recorder

Flannel Board

Other:

Arts & Crafts Plastic arts (clay, etc.)

Graphic (painting,
crayoning)

Crafts materials:
scissors, paste,
collage, etc.

1



School #

B25

Date of Visit

Evaluator

AREA

Science

HOUSING AND EQUIPMENT (cont.)

Expanded Pre-K

Equipment (3)

AM PM

MATERIALS
ADE-
QUATE

AVAIL-
ABLE:
LIMITED IN USE

NOT IN
VIEW
IN Roam

Earth Science

Living things

PInmical Science

Chemistry

Other:

,

1

Toilet Facilities: in roan in corridor other corridor

Sink Facilities: in room: Yes No

GENERAL SUMMARY: Indoor Facilities

GENERAL SUNIMARY: Outdoor Facilities
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Center for Urban Education
33 West 42nd Street

New York, N.Y. 10036

March 29, 1967

Dear

In terms of our task of a descriptive evaluation of the pre-

kindergarten programs, we are fully aware of the limitations of

intermittent observer visits. We know that much goes into your

on-going programs that we cannot expect to see in evidence on

our scheduled visits. And yet, what you do and have done With

the youngsters throughout the year, is extremely relevant to

our description of the children's patterns of behavior.

Once again; we are soliciting your cooperation in the accumulation

of data. We are requesting that you fill oat the enclosed question-

naire before the next observer visit. Since the questionnaire de-

mands time from you, above and beyond your present teaching obliga-

tions, we are prepared to pay $5.00 an hour for the time you spend

on it.

The purpose of this questionnaire is to obtain as much detail as

possible describing the kinds of activities to which your children

have been exposed this year.

If there are any questions on any part, please leave blank and dis-

cuss this with the member of the evaluating team on her next visit.

Though the questionnaire extends across a variety of curriculum areas,

we do not intend to imply that any one teacher could or should have

covered all areas. Each teacher has her own specific competencies,

and we have designed the curriculum inventory to allow for the variety

of possible activities that 50 different teachers in unique settings

may have developed.

Sincerely yours,

/8/ Dr. Sydney Schwartz

Dr. Sydney Schwartz
Evaluv.Aon Coordinator

SS:ht
encl.
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Pre-Kindergarten Program

Instructions for Filling Out Questionnaire

Explanation of categories:

Within the context of each teadher's program, two types of teaching

procedures take place:

1. Those which are planned prior to the teaching period, with

goals determining the selection of materials and presentation

of the instructional period, and

2. the incidental teaching that takes place without pre-planning,

but evolves from an immediate situation within the classroom.

The major distinction between these two categories rests in the

quality and amount of planning and follow-through that accompanies those

kinds of instructional acts of the teacher. Incidental teaching tends

to alert children to learnings existent in the on-going activities and

to reinforcement of learnings already presented in a planned and orga-

nized framework. Planned teaching has a clearly defined goal with the

inclusion of when, with whom, and process in the pre-Nanning framework.

In describing the variety of planned instructional periods offered

to the children throughout the year, we are also requesting a description

...a brief description of the propsmaterials used in the process of in-

struction, what standard classroom materials were utilized and what spe-

cial materials did you devise or collect for the learning activity.

The column related to frequency in the described areas can be

answered in a variety of ways. Some groups have daily or weekly ex-

periences in certain areas. Some pass a period of a week, several weeks

or a few months of intensive involvement in certain kinds of activities

and then the interest changes to other areas. In those instances where

there has been a specified period of involvement, please indicate the

frequency of instructional activities on a weekly basis, and the dura-

tion of the total period of involvement.

For purposes of reimbursement please fill in the following information:

NAME

ADDRESS

Social Security Number

Time devoted to questionnaire
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School #
Extended Pre-i

Date of Visit Principal (1)

Evaluator

Interview Guide

Principal :, Introduction: Our task in the evaluation program is to describe in

detail the operation of the pre-kindergarten program this year, with all of its
strengths and its thorns. We are faced with the problem of identifying those parts

of the design and organization of the programs which were considered strong positive

forces toward success and those parts of the design of the program which impeded

success. From the point of vier of the school admInistrator, we are seeking certain
kinds of information: the data will be handled anonymously...

1. Who supervises pre-k?

2. Genem;ally, how do you feel about the way the pre-k's have developed this year?

3. In what ways would you like to see changes in the over-all plan of the program?

It. Do you feel that these programs are an asset to the public school structure in
your neighborhood... in what ways?
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School #
Extended Pre-!C

Date of Visit Principal (2)

Evaluator

5. If it were your choice, would you keep the pre-k's in your school?

6. What do you feel is the attitude of the rest ofthe school personnel toward

the pre-k program and its teachers?
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School #

Date of Visit

Evaluator

Extended Pre-X

Assistant Principal (1)

Assistant Principal: (Same introduction as for Principal)

(Note: If Principal supervises pre-k, these questions are to be directed to him)

1. Approximately haw much of your administrative time have you devoted to the

supervision of the pre-kidnergarten program this year?

2. Now do you feel about the way these programs have developed this year? Do

you feel that you were able to offer the appropriate amount of guidance...
to meet the needs of this group as you perceived than?

3. Do you feel you are reaching the target population?

4. Was the SCE supervisor a good source of help to you this year? (Specify)

5. If it was your choice, would you keep the pre-k's in your school next year? "*:.



Date of Visit

Evaluator
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6. Kindergarten enrollment in your school:

Are Vs fully enrolled yes 130

If yes at) how many children are turned may
b) what is the priority of selection

If no - why?

Extended Pre-K

Assistant Principal (2)

7. What do you feel is the attitude of the rest of the school personnel toward

the pre-k program and its teaching staff?
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Date

Evaluator
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ECE Supervisor (1)

Interview Guide

Introductory remarks:

1. What is the size of your supervisory load:

# of teachers: Pre-K Level
K Level

# of schools

2. How do you set up your visitation procedures?
(Scheduled? by need? on call? weekly? etc.)

3. In tir: fall, were you involved in the orientation of Pre-K teachers

Yes No

In what way?

In perspective, how do you feel about the strengths and weaknesses of the

orientation?
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Evaluator
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4. In-service meetings:

A. Before Spring set of meetings.

How many
Where held
# of teachers attending
Budget: did teachers get paid

Content and plan of meetings

B. Spring meetings:
How many
Where held
# teadhers attending
Budget
Content for each meeting

ECE Supervisor (2)

As you look back now - in your opinion what else was needed +.4) make these

meetings more effective - if no strings, how would you have wanted to develop

this part of in-service supervision.

5. In terms of this year:

a. What problems do you feel you have dealt with successfully?
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Date

Evaluator

B48

ECE Supervisor (3)

5. b. What problems have you identified that have not yet been solved?

6. What would you say was the biggest obstacle you faced this year?

7. What would you identify as the most successful part of the program?

8. Relative to school administrative personnel -

a. Biggest problem

b. In what ways were they most helpful ?

How do you feel generally about the competency of Pre-K teachers in the

district? Were they well selected, etc.

10. Other comments:
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School #
Teacher (1)

Date
AM FM

Evaluator

Interview Guide

Introduction: Just a few questions to fill out data

1. How do you get in touch with the ECE Supervisor when and it you need her?

2. How does the ECE Supervisor reach you (via principal, asst principal, letter,

phone, etc.)

3. Be Spring In-service Meetings:

a. Bar many did you attend

b. How were you notified?

c. Where were they held?

d, What was nature of content?

e. What responsibility, if any, did you have in these meetings?

f. Your impressions as to value of such meetings. (Speetify)



School #

Date
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Evaluator

g. Recommendations for the future

4. Are you bitting the target population?

Teacher (2)

5. As you look back on the orientation program, what recommendations do you have
for next year. (Specify)

6. Are you going to teach the pre-k next year? If not, at mat level?

7. Will you be teaching in Head Start this summer?
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Evaluator
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Interview Guide

Family Assistant (1)

Introductory remarks: Emphasize anonymity

1. Approximately what month did you get your parent roam set up in
this school?

2. What supplies have you received for this roam? (and when arrived?)

,

Sr

3. Approximately how many days a week dc parents came here to spend an
hour or two?

How many Same or different

4. Who is your immediate supervisor?

5. What other responsibilities do you have besides maintaining the parent
roan? Get specific details of amount of time spent on these duties -
in school for Pre-IC, other level fy ..-,f3 in community --

6. What organization do you belong to in school?

7. lb the family workers help you? Yes No

In what way?

8. Was there an orientation program for family assistants before you
began work? Yes No
With wham?
How often
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School #

Date

Evaluator

Family Assistant (2)

9. Do you have any meetings with supervisors to help you develop your part
of the program? Yes No

With whom?
How often?

10. What is the working relationship between you and teacher (s)? (Elicit re
cooperative- comparative- parallel-hierarchical.)

11. In terms of your responsibility for helping to interpret the educational
program to the parents, to what degree have you been able to spend time
in the classroom and to talk the teachers about this program?

Wir do you immommOLII feel about whit the teachers are doing with the

children?
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CUE EVALUATION

Parent Interview Areas

1. In what ways do you feel that your child has benefited this year?

2. What would you have liked to see him get out of the program that

he did not get? i.e., what was wrong with the program?

3. Did you go to any of the parent meetings...how many...what did

you think of them...worthwhile?...like them, etc.

4. Did any of the members of the staff visit you in your home?

Was this an enjoyable experience?

5. If you had it to do over, would you still enroll your child in

the prekindergarten program...get reasons.

6. Escort service.
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EVALUATOR

Name of parent:
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Extended Pre-K

Parent (1)

A.M P.M.

Interview Guide

Areas of questioning:

1. Attitude toward own child (progress in school, understanding of growth
process, sense of pride, confidence, etc.).

2. Attitude toward school and reasons for same (elicit specifically in what

ways went became involved in school activities as well as their feelings

about their experiences with school staff.).

.1
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